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Abstract

The paper summarizes and analyzes the results of a questionnaire
study of mentors and beginning teachers. The objective of the ques-
tionnaire study was to corroborate and extend the information gath-
ered in an interview study, described in Research Report 90-7. School-
Based Mentoring: Untangling the Tensions Berween Theory and
Practice. Mentors and beginning teachers were presented with state-
ments describing the support given to beginning teachers and the
conditions under which beginning teachers worked. They were asked
to indicate. on a scale of 1 to 4, what was occurring and what should
be occurting. Conclusions, projections beyond current thinking and
practice. and recommendaiions are offercd.
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: The Opinions of
Mentors and Beginning Teachers

What Do They Say About Induction?

Alan J. Reiman
Roy A. Edelfelt

This paper reports the findings of a questionnaire study of selected
beginning teachers and their mentors. It was part of a larger ethno-
graphic investigation, the aims of which were to identify the contex-
tual factors in schools that ameliorate (make better) or restrain rela-
tionships between mentors and novices. and to investigate the ways in

. which mentors’ and novices’ attitudes toward problem solving influ-
enced their relationship. The questionnaire study developed during the
final phase of the ethnography. It grew from a desire to obtain more

. data. That is, the intent was to corroborate what interviews had
revealed; to check the influence of long-term mentor training, with its
focus on developmental supervision; and to examine the degree to
which the intent of the North Carolina Initial Centification Program
was being carried out.

Limitations and Special Circumstances

In considering the questionnaire data, the reader should be aware of
several limitations and at least two special circumstances. In regard to
limitations, first, the study represents only eight schools. Second. the
schools were not selected at random. However, they did include
elementary, middle, and high schools and urban., suburban. and rural
settings. Third, two beginning teachers (and their mentors) were
interviewed in each school, although in most of the schools there were
more than two beginners, Fourth, it was assumed that all the items on
the questionnaire would be relevant to and be answered by all respon-
dents. However, in a few instances this tumed out not to be the case.

. In regard to special circumstances, first, in all but one of the eight
schools. the mentors were veteran teachers who had had extended
training in mentoring. Second, our interpretation of the questionnaire

. data was influenced by our participation in the interviews.




Respondents

Questionnaires were sent to all of the teachers who had been «
interviewed: 22 mentors (all women) and 16 beginners (13 women
and 3 men), referred to in the mentors' questionnaire as ICTs—
initially certified teachers. Questionnaire items included ideas that had
been explored and themes that had emerged in the interviews. We did
not ask respondents to give their names. hoping that anonymity would
invite greater candor. Responding was voluntary. Eighty-six percent
of the mentors and 75 percent of the beginning teachers retumned a
completed questionnaire.

Design >f the Questionnaire

The questionnaire was developed in several stages. Drafts were
critiqued by two university professors (experts in mentor training),
two mentor teachers, two mentor-teacher trainers, an Initial Centifica-
tion Personnel Coordinator, and various school personnel, all from
buildings other than those in the study.
To comprehend the unique circumstances of beginning teachers and
mentors in induction, a differant instrument was developed for each
group (copies appear in Appendix A). The instruments employed a
discrepancy model of investigation. Both were set up in four columns. -

Column 1. On the questionnaire for mentors the first column
contained 74 statemerus addressing— .

1. the adequacy of time and support to do the job of mentoring—
for example, I have enough time to work with my ICT.”

2. the nature of the job in terms of observation, consuitation.
promotion of novice understanding, etc.—for example. 1
consult with my ICT on discipline,” “I support my ICT in
maintaining his or her well-being,” and I challenge my ICT to
stay current professionally.”

3. the knowledge., the techniques, and the other kinds of resources
used by the mentor—for example, “I have been able to use the
knowledge and techniques leamed in mentor training™ and “'1
use developmental theory in my work with my ICT."

The first column in the version for beginning teachers contained 46
statements describing—

1. beginners’ perceptions of their situation and their reactions to
it—for example, “l was receptive to criticism™ and “Students
were responsive to the way I taught.”

2. the kinds of assistance and support provided by mentors and
siner school personnel—for example, My mentor provided
assistance with classroom management’ and "My mentor was
in my classroom.”

3. the conditions under which novices worked—for example. "My
teaching assignment was realistic for a beginner’ and "There
were opportunities to exchange ideas with colleagues.™
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Columns 2 and 3. In the second column of the two questionnaires,
both beginning and mentor teachers were asked to indicate on a four-
point scale “what is”—that is. the degree to which each of the condi-
tions in the first column was available or operative in their situation.
The scale was as follows:

1 = never or hardly ever 2 = sometimes
3 = frequently 4 = giways or aimost always

In the third column mentors and novices were asked to indicate on
the same scale *what should be™—that is, the degree to which each of
the conditions should be available or operative.

Column 4. In the fourth column respondents were asked to rate the
importance of each item in the first column, on a scale of 1 to 10:

1 = of lite importance 10 = @xceedingly important.

interpretation of Results

The opinions expressed in the middle two columns made possible
calculating a numerical (and percentage) difference. or discrepancy,
between what existed and what was desirable. The range of choice on
the 4-point scale was 3: that is, from 1 to 4 was a distance of 3. We
decided that an average discrepancy of 1 or more—at least a one-third
difference between what respondents thought was occurring and what
they thought should be occurring—was sufficient to warrant attention.
Als0, we thought it important to note items on which there was close
agreement between what respondents indicated was happening and
what they thought should be occurring, because such agreement
suggested satisfaction with the status quo.

In this kind of research the weight to be given an item on which
there is wide discrepancy or near agreement depends on the people
surveyed and other circumstances. In both instances (wide discrepancy
and near agreement), collective responses reflect opinion. The impor-
tance of collective sentiment. then, tums at least in part on how
knowledgeable and objective informants are. In addition. responses
depend on a host of environmental factors, such as the context of a
particular school. its social and psychological climate, the nature and
the quality of the principal’s performance. teacher-teacher and
teacher-principal relationships, and trust levels among faculty.

It must also be recognized that reality is in the eye of the beholder.
School personnel may see their situation differently than outside
observers do. As a consequence, researchers may not agree with the
collective opinion of informants. Even if researchers see the situation
correctly, the way in which respondents see it is the way that they
believe it to be and, incidentally, the view from which they furction.
Beginning and mentor teachers’ views were expressed in the two
questionnaires reported and analyzed in this report. The exteat to
which those views agree with the data that researchers collected in
interviews provides a check on the perceptions of the researchers. For
all of these reasons. a variety of ways of viewing the discrepancy data
are considered in the analysis.



In the reporting and discussion that follow, the items with the
widest and narrowest discrepancies are identified, along with their
ratings according to importance. The latter information provides
guidance as to the urgency that respondents attached to the items.

Several items on the two questionnaires were similar. That made
possible an analysis of perceptions and opinions on comparable topics.

Analyses of the items on which mentor teachers indicated wide
discrepancies and near agreement are presented first. Then the same
kinds of data on beginners’ responses are reported. Next, a comoari-
son is made between items on both questionna:res that represu
similar conditions or practices. Finally, there are conclusions ana
recommendations.

Responses of Mentors

items of Wide Discrepancy

Mentors indicated a wide discrepancy (1 or more—33% and up)
between what was and what should be on only 2 of the 74 items.
These items and the corresponding data are presented in Table 1 along
with the importance attached to each.

The wide discrepancy that mentors perceived on the adequacy of
time for the practice of mentoring corroborated the testimony of
mentor teachers in interviews. In both interview and questionnaire
data, time was clearly a critical need and the lack of it an area of
dissatisfaction. Overall, this deficiency may have influenced mentor
teachers’ concept of responsibility in the induction program. Mentors,
for example, spent most of their time on the functions that beginners
found most critical. That is illustrated by the agreement on items such
as classroom management and discipline.

The wide discrepancy on the matter of assisting beginners in
interpreting standardized test scores was surprising. The topic did not
surface in any contacts with school personnel during the interview
study, and mentors did not rate it high in importance.

One might infer from there being so few items on which the dis-
crepancy was wide, that mentors were largely without serious prob-
lems, that they were performing at a level they thought adequate. Our
assessment from the interviews suggested otherwise. Many mentors
expressed a desire to do more than time permitted. That conclusion is

| have enough tme to work with my ICT.
| assist my ICT with interpreting standardized

items on Which There Was Wide Discrepancy for Mentors

Numerical Percantage of tem
Discrepancy Uiscrepancy Rating

137 46% 89

107 35% 65

&L



Table 2
tems on Which There Was Near Agreement for Mentors
ftom Numericsl Perocentage of tem
" Discrepancy Discrepancy Rating
I encourage ICT reflection through conferences. A1 4% 8.4
I have bean able to use the knowiedge and
techniques learned in mentor training. 11 3% 9.1
I consult with my ICT on discipline. 11 3% 85
| consudt with my ICT on classroom ement. 1 3% 88
| make formal observations of my ICT. 18 5% 76
I support my ICT in maintaining his or her
well-being. 21 T 89
Iveryman.aumofmmpboyedinmking
with my ICT 21 ™ 8.2
i consult with my ICT on school routines. 22 ™% 80
| consult with my ICT on personal concems. 28 8% 8.8
| consuit with my ICT on finding materials. 27 % 82
| use deveiopmental theory in my work with my ICT. 29 10% 8.1

supported in part by the great importance that mentors assigned to so
many items (see Table 4). We can probably assume that mentors
would have provided more assistance if enough time had been avail-
able, having given a rating of 7 or higher to 37 of the 74 items. We
look further into the importance that mentors assigned to various items
following our discussion of items of near agreement. Impressions,
projections, and conclusions about the very few items identified by
mentors with wide discrepancies and the many identified by beginning
teachers are also discussed later.

items of Near Agreement

On 11 of the 74 items there was near agreement—10 percent or
less—between what mentors perceived was happening and what they
thought should be taking place. The 11 items are listed in Table 2.
along with amount of discrepancy and rating of importance.

Not only are the items in Table 2 actions on which mentors agreed
they were doing what they should be doing, but also many of them are
items that mentors considered to be imporiant (see Table 4). The items
fali tnto four categories: those that are or appear to be mandated (e.g..
formal observations and school routines), those that grow out of
necessity (e.g., discipline and classroom management). those that have
been emphasized in mentor training (¢.8.. conferring with beginners,
maintaining beginners’ well-being, and varying the amount of struc-
ture used in working with beginners), and those t0 which mentors
have strong commitments (e.g.. personal concems and finding materi-
als). In many schools these items also represent basic essentials for
success in teaching, These categories—the sanctions of government,
the clements of teaching that mentors believe to be critical, the ele-
ments of training that prove relevant, and personal professional
commitments—may begin to sketch the forces that drive mentors’
behavior. This topic needs more probing.

10
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The list of items on which there was close agreement for mentors
seems short. Later in this report (see Table 4) all of the items that rated
high in importance are identified, and possible reasons are discussed
for mentors' near agreement on some highly important items, but not
on others. A question might be, In the induction of new teachers, how
can we promote implementation of desirable practices (items deemed
very important) and essential practices?

One conclusion is clear: We must continue to ponder why there
were so few wide discrepancies and so many near agreemcents. An-
other conclusion. supported by the average rating of importance given
to these two clusters of items, is that the items represented what
mentors believed they ought to be doing (or thought was needed or
essential) and were doing. Interestingly 6 of the 11 items relate to the
mentor's supporting the novice's survival: consuiting on discipline.
classroom management, school routines, personal concems, and
finding materials; and providing support in maintaining well-being.
That makes sense: Survival is a first order of concem for beginners.

The Need to Take a Second Look

Are mentors without serious problems? We concluded from the
interviews that there were problems in the induction program, and
mentor teachers recognized that. How serious the problems were
needs more study. Mentors in the schools we visited were carrying
very heavy assignments, not unusual in North Carolina; time to reflect
on their effectiveness in assisting beginning teachers apparently was
not a prerogative that mentors enjoyed. Also, long-term mentor
training is comparatively new—three years or less for most teachers
interviewed. Further, there are few operational models of ideal induc-
tion programs or of mentor teacher roles and functions. We can say
that most mentor teachers had no exemplary program against which to
compare their performance. and we leamned in interviews that few
mentor teachers had had time to visit other schools to see how teach-
ers there functioned in the role of mentor. These and other circum-
stances may be the reasons for the scani number of great discrepancies
identified between what is and what should be.

Having said that, we hasten to add that the mentor teachers revealed
in the interviews that their training and working in an induction
program was a breath of fresh air compared with what had been.
Probably all of these factors influenced their questionnaire responses.
We also hasten to say that the mentors in the study were diligent,
highly committed people, devoted to helping novices under the
existing circumstances.

A number of factors caused us to probe further into the question-
naire data from mentors:

1. We had the impression from interview data that there was a

considerable difference between reality and nirvana.

2. Questionnaire items had been selected in an attempt to provide

evidence on themes that surfaced in interviews, that embodied
concepts included in mentor training, and that were common in

11
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the literature on good teaching and the supervision of prospec-
tive and beginning teachers.

3. Mentors ad indicated in interviews that they had been able to
use the knowlerige and the techniques they had leamed in
mentor training.

4. In the beginning teachers' questionnaire data, the number of
items with substantial discrepancies was 10 times the number in
the data from mentor teachers, and the discrepancies them-
selves were considerably greater.

5. Mentor teachers rated many items as high in importance,
whereas only a few of their responses indicated a great discrep-
ancy between current and desired practice.

To explore the mentor teachers’ questionnaire data further. we exam-
ined both the items on which there was the greatest discrepancy and
the items that were rated most important.

Items with a discrepancy of 24 percent or more. We arbitrarily
selected all the items on which the discrepancy was 24 percent or
greater. Mentors indicated a difference of more than 24 percent
between what was and what should be on 14 of the 74 items. Two
have already been mentioned in Table 1. The 12 remainins; ones are
listed in Table 3.

The list in Table 3 is not impressive from the standpoint of the
importance that mentor tcachers attached to each item (see Table 4).
That is, no item is among the 17 deemed most important. However.
most are activities that were reported widely in interviews. To an
extent the data verify that these activities were not practiced as
frequently as mentor teachers thoughi they should be.

'Y
b ol
Table 3
ltems on Which There Was a Discrepancy of 24 Percent or More
Item Numaericsl Pescentage of item
Discrepancy Discrepancy Rating

i encourage ICT reflection through journal writing. 88 29% 72
| assist my ICT with developing critical thinking. 87 28% 81
| assist my ICT with designing teacher-made tests. 86 28% 65
i assist my ICT with developing homework

assignments. 86 28% 68
| assist my iICT with working with exceptional

children. 87 28% 8.0
| assist my ICT with relating local issues to the

cumiculum 87 28% 69
| ct.allenge my ICT to be an active fistensr. a2 2% 83
i support my ICT in individualizing instruction. 82 27% 79
| help my ICT understand the community. 76 25% 8.0
1 support my ICT in finding effective ways fo

group students for leaming. 76 25% 78
| assist my ICT with working with the high-risk child. 73 28% 80
| assist my ICT with employing democratic values. 73 24% 7.1

12
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The items may not have been perceived as more problematic or
more important for a number of reasons. An ovemriding constraint for
mentor teachers. already mentioned. was lack of time to do what they
wanted to do or knew they should do. At this point in the development
of induction programs, we can orly speculate about other reasons for
the modest discrepancies. One obvious explanation is that mentors
were preoccupied with survival strategies. When controlling a class
represented a crisis Cr a near crisis for a novice, working on other
mor. sophisticated aspects of teaching probably got shunted aside.
Everything cannot happen at once.

Another reason may have been mentors’ inexperience with particu-
lar techniques and their consequent reluctance to encourage a novice
to try those techniques. Data from the interview study indicated that
mentors were reluctant to suggest a practice or a technique to a novice
that they themselves did not empioy. Some practices may not have
been standard in the schools visited (e.g., documenting student leam-
ing and individualizing instruction). Others are recent innovations that
may not yet have been tried (e.g.. relating local issues to curriculum
and reflecting through journal writing). In addition, several of the
items on the questionnaire undoubtedly represented ideas to which
some mentors were not strongly committed.

Most of the mentors responding to the questionnaire had been
trained for a semester or longer in the skills and the knowledge
essential to their role. Some of the practices illustrated and demon-
strated in that training were not evident, even though mentors agreed
that they had been able to use the knowledge and the techniques that
they had leamed in mentor training. Among the practices emphasized
in training that interviews revealed were not yet in wide use were
reflection on teaching through journal writing, active listening,
cooperative leaming, demonstration teaching, planning for achieving
measurable outcomes from teaching, and documentation of student
leaming. Hence, mentor teachers may not have been able to respond
decisively about the degree to which any of those practices were
ideally implemented.

Rating of item; in importance. Another ana.ysis involved the i‘ems
that mentor teachers rated high in importance (see Table 4). € - 4 iG-
point scale, 17 of 74 items were rated 8.5 or higher (37 wer:. i .ed 8.0
or higher).

The items rated most important are interesting to ponder. They
range in degree of discrepancy from 0.11 (3%) to 1.37 (46%). The
degree of discrepancy on the items bears practically no relationship to
the importance that teachers assigned to them. That fact is puzzling
and requires further investigation, for we found no evidence in the
interviews to suggest lack of a relationship. It would be instructive. for
example, to know whether the time that mentors spent on the activities
they deemed most important was commensurate with the rating that
they gave those activities.

The items include aspects of mentors’ role and function, use of
knowledge and techniques leamed in training, and a number of basic

13



s

Table 4
Rating of Rems in Importance*
ivem Numerical Percentage of ttom
Discrepancy Discrepancy Rating

| challenge my ICT to employ positive

reinforcement. 38 13% 93
| help my ICT understand managing time. 43 14% 91
My ICT is mterested in my assistance. 33 11% 91
| have been able to use the knowledge and

techniques leamed in mantor raining. 11 3% 9.1
| have anough time 1 work with my ICT. 137 46% 89
| confer with my ICT, 58 19% 89
| support my [CT in maintaining his or her

well-being. 21 7% 89
| support my ICT in fostering scif-svaluation. 47 16% 89
| challenge my ICT 1o refiect on teaching. 55 19% 88
1 consult with my iICT on personal concems. 28 9% 88
| chaflenge my ICT to analyze his or her teaching. 81 20% a7
| challenge my ICT to avaluate his or her teaching. 61 20% 87
| consuit with my ICT on skilis in questioning. 37 12% 87
| consult with my ICT on dassroom managsment. 11 3% 86
| assist my ICT with motivating students. 58 20% 86
| chaflenge my ICT to document student iearming. 83 21% 86
| consult mith my [CT on discipline. 11 3% 8§

A fow meniors dud 101 arswer all of the questions Averages represent the number NEepONdNg on sach tem

considerations in teaching. The high level of importance that mentors
assigned to these items, we summise, indicates that they believed the
items to be most important in the suppors of novice teachess. The
items include some of the critical elements in teaching and reveal
several values expressed by mentor teachers in interviews: a concem
for students, teaching skills, managing students, and time; and the
need to reflect on, analyze, and evaluate teaching. The ratings also
disclose a humanitarian consciousness and empathy for the beginner

as a person. Surprisingly a concem for subject matter does not surface.

Responses of Beginning Teachers

The opinions of beginning teachers were sought on the kinds of
assistance they recognized as essential in the first year of teaching.
Even though every beginner does not need help in all the areas in-
cluded in the questionuaire, nor the same kind and degree of assis-
tance, most of the aspects of teaching included do need to be checked
and refined during the induction period.

Items of Wide Discrepancy

Just as with the mentors, beginners were asked to respond to items
in terms of what was happening and what they thought should be
happening. A wide discrepancy was evident on 24 of the 46 items (see
Table 5). In other words, on more than half of the items, the discrep-
ancy was 33 percent or greater. For beginners, there were many more

14
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Table 8
items on Which There Was Wide Discrepancy for Beginners
item Numeriosi Percentage of ftem
Discrepancy Discrepancy Rating

The matenals | needex ur teaching were

availadble. 183 61% 93
Feedback from classroom observations was

helptul. 175 58% 96
My teaching assignment was realistic for a

beginner. 1.75 58% 96
| have had adequate time to plan. 1.50 50% 90
There were opportunities to exchange ideas with

colleagues. 1.50 50% 8.1
| have been helped to develop a repertoire of

teaching strategies. 1.45 48% 81
The chimate in our school supported a good

learning environment for students. 1.41 4% 9.1
The dlimate in our school supported a good

leaming environment for me as a beginning

teacher. 141 47% 93
| participated in decisions on schoo! policy. 125 41% 7.1
There was time to reflect on my teaching. 125 41% 80
We used technology to great advantage in our

school. 1.18 38% 73
Teaching was what | thought it would be 1.08 36% 82
| had opportunities to wisit and observe exemplary

teachers. 1.08 36% 70
| feit a part of the school community. 1.08 6% 86
| got adequate clencal support. 1.10 36% 83
The rules and reguirements in our school were

reasonable. 100 33% 83
| found satisfaction in teaching. 1.00 33% 9.1
| have been heiped to deveilop my own teaching

style. 1.00 33% 8.0
| got help and encouragement from my pnncipal. 1.00 33% 94
Students were responsive to the way | taught. 100 33% 92

items with a wide discrepancy (24 of 46) than there were “or mentor
teacherss (2 of 74). In addition, most of the discrepancies perceived by
beginners were wider (a range of 33% to 61%) than those perceived
by mentor teachers (a range of 35% to 46%). The beginners may have
set their expectations too high, or they may have been too idealistic. or
they may have been led to believe in college that schools were differ-
ent than they tumed out 1o be.

In one sense the items listed in Table § are conditions of support
and professional practice that beginners rated as less than satisfactory.
The wide discrepancy suggests that novices thought these aspects of
the initiation into teaching were not what they should have been.

items of Near Agreement

The areas in which there was little discrepancy between what
novices found to be occurring and what they thought was desirable
were fewer than with mentor teachers. Table 6 presents items on
which the discrepancy was 11 percent or less. Counting items with a
discrepancy of 10 percent or less. there were 6 for beginners, 11 for

Q 15
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Table 8

items on Which There Was Near Agreement for Beginners

item Numerical Percentage of ftem
Discrepancy Discrapancy Rating
My mentor can descnbe teaching conoepts in a
. way that is understandable. A7 5% 7.4
| was neceptive 10 cnticism. A7 5% 73
| sought feedback from students. 18 5% 76
My mentor provided assistanca with dassroom
man . 25 8% 78
My mentor was in my classroom. 25 8% 62
Classroom management was a problem for me. -anr -9%* 88
| communicated with parents. 3 11% 76
My mentor provided assistance with personal
concems, 33 11% 7

The negatve rating indicates that the problem wats ocow nng mone frequently than begmners thought ¢ should

mentors. The items appear to be areas of urgent need, ego. and respon-
siveness to students and parents. The negative rating on classroom
management indicates that the problem was occurring more frequently
than novices thought it should.

Responses of
Mentors and Beginners Compared

On at least a dozen topics, there was an opportunity to compare
mentors' and beginning teachers’ opinions (see Table 7). On some
items they found a measure of agreement. On others there was a great
difference. The data are very consistent with the information we
obtained in the interviews.

Both mentors and beginners apparently found the time to work
together inadequate. They agreed that attention was given to discipline
and classroom management. They concurred on the support provided
for personal concems and the beginner’s well-being as well as on the
advocacy role of the menior teacher in acting on the novice's behalf.
There was also concurrence on assistance given with instruction, on
communicating with parents, and on understanding the community.

The mentors and the beginners were far apart on feedback from
observation. Interviews indicated that classroom observation was not
frequent. The degree to which this occurmred because of lack of time or
scheduling difficulties should be explored. There was also disagree-
ment on involvement in decisions and pclicy as well as on support and
assistance with technology. On the latter the use of computers or an'
other technology was not prominent in most schools. Finally. there
was little concurrence on aspects of professional development.

The comparisons in Table 7 provide food for thought and discus-
sion. The similarities and the differences in perceptions highlight
several issues in mentoring that demand more attention. Granted. the
items deserve better definition. Most personnel connected with teacher
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Table 7

tems on Which Mentors’ and Beginners’ Responses Can Be Compared

Activity

| have enough tmae to work with my ICT.
| have had adequate time o pian.
There was time to reflect on my teaching.

My mentor was in my classroom.

t visit my ICT's classroom.

Feedback from classroom cbservations was helpful.
{ make informal observations of my ICT.

| consult with my ICT on classroom management/My mentor
mentor provided assistance with classroom management.
I consult with my ICT on discipline.

| consult with my ICT on finding materials.
The matenals | needed for teaching were available.
| consult with my {CT on making materials.

{ help my ICT understand school district policy.

| help my ICT understand school policy.

| participated in decisions on school policy.

The rules and requiremvants in our school were reasonable.

Discrepancy
for Mentore

137

21
58
11
11
27
87

88

I help my ICT with communicating with parents/| communicated

with parents.
| halp my ICT understand the community.

{ challenge my ICT to use technology.
We use technology to great advantage in our school
{ challenge my ICT o use computers.

| assist my ICT with planning professional development.

Professional development opportunities were provided.

| have been helped to develop a repertoine of teaching
strategies.

| had opportunities 1o visit and observe exemplary teachers.

| have been heiped to develop my own teaching style.

i assist my ICT with motivating students.
Motivating siudents was very difficult.

| consuit with my ICT on personal concerns/My mentor
provided assistance with personal concems.

| support my ICT in maintaining his or her well-being.

My mentor has acted on my behaif.

| help my ICT understand instructional theory and research.
| use developmental theory ir my work with my ICT.
My mentor provided help with instructional concems.
My mentor can dascribe teaching concepts in a way that
is understandable.

| challenge my ICT t stay current professionally/My mantor
heiped me keep current professionally.

40
76

69

56

The negatve ratng indicates that the protiem was aocurnng mone frequently than begmners thought ¢ shoukd

25

183

-
2R

1.16

285 2

54
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induction will understand in a general way the meanings of the terms
in Table 7, but the parallels we have drawn deserve more clarification.
Further, more precision in meaning of terms as well as discussion of
agreements and differences will uncover additional insights.

As a beginning, aggregating data on mentors’ and beginners’
perceptions of what is and what should be occurring in induction
provides some benchmark data against which future practice can be
compared. It also provides data that can be compared in further
research.

Some Conclusions

In view of the conclusions from the interviews—that strategies
should be explored to encourage mentor-novice consultation on
higher-level teaching skills and steps should be taken to encourage the
maintenance of a high level of assistance after the first semester and in
the second year—it is clear that capacity building, support systems,
and encouragement to try additional practices in mentoring are in
order. The task will require resources. Time alone will not be suffi-
cient. Mentors need help and support to test and perfect skills in these
and other practices and to develop greater awareness of the scope of
the teaching act. Parallel to that, they need time and occasions to
deliberate on the complexities of helping a neophyte acquire higher-
level skills and knowledge in teaching; in other words, they need time
to become teacher educators. The order is a tall one, but the rewards in
better teacher performance, in school improvement, and in a greater
retention of quality teachers could be substantial.

It might be concluded from the data and our remarks that induction
is a time when there should be continuous support and challenge—
constant encouragement to the novice to strive for excellence. True.
but then again, not quite true. Both support and challenge take many
forms and include a variety of procedures. Beginners iieed help with
content, materials, and pedagogy. and they need personal psychologi-
cal support. However, each novice is different, as are the contexts in
which they teach: and the process of assisting is like a pendulum,
swinging back and forth between support and challenge. Adult leam-
ers need time to reflect on, digest, and assimilate their experiences and
the ideas that develop in discussions with mentors. This is both an
intellectual and an emotional process, essential to incorporating new
ideas and skills in teaching. One kind of reflection has occurred in
districts that provide support groups for novice teachers. Other reflec-
tion is personal and private. We heard reports of personal reflection in
interviews with beginning teachers. The survey added evidence tha
time is needed for such reflection.

Mentors must be flexible and understanding in orchestrating how
and when they support and challenge. An appropriate balance and
timing of the two requires infuition as well as thought. An almost
indescribable balance seems to be in play with mentors who have
achieved artistry in their role.

15
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Beyond Current Thinking and Practice

No questions were raised in the survey about restructuring educa-
tion or rearranging the way in which schools were organized. There ’
was also no precise attention given to how the role of the teacher
might change. or might need to change, to accomplish the practices
suggested or implied in the questionnaire items, The status quo was )
assumed—that teachers would and should continue to function much
as they have in traditional classrooms, that time would or should be
scheduled in the same traditional way, that students would or should
be grouped in classes of 25 to 30 for most instruction, that school
would or should be largely academic and theoretical.

The tacit assumption among educators may be that teachers can do
most of what the items included in the questionnaire suggest. That
may not be the case. The teachers and the administrators in a few
schools that we visited appeared to have decided that in traditional
circumstances teachers could not accomplish all that the questionnaire
items implied. Therefore they had created new arrangements and
provisions for more or better conditions, schedule, and structure. In
the three high schools we visited, the role of coordinais ~ of mentors
had been established. These coordinators were given time in their
schedule for that function. In one elementary school every student’s
schedule had been restructured to provide shont periods each day for
instruction (largely in basic skills) via computer. In all three middle
schools teachers had been reorganized into integrated teams of core-
subject teachers to work with a specific group of students. The restruc-
turing provided a common planning period in addition to the time each
teacher traditionally had for such activity. In one high school, students
in vocational education actually built a house as a hands-on leaming
project. The house on completion was sold and removed to the site of
the owner.

The current period in education is a very difficult one for both
preservice and inservice teacher education. College preparation and
induction programs (and inservice programs) are faced with preparing
people for roles that are changing. The tendency is to focus on the
traditional role of the teacher and ignore the roles that are developing.
Such criticism clearly can be made of this questionnaire study. The
expectation was that many desirable teaching practices should be
taking place, but no queries were raised as to whether mentor teachers
or beginners were being challenged or helped to rearrange and restruc-
ture school so that leaming could become more exciting, provocative,
and stimulating for students.

Recommendations -

The recommendati. s that follow may suggest that the practices
listed were absent in i 'e schools that we visited. That is not s0. We
leamed that some of these were good practice through the data we
collected. Others are conclusions from the interview and questionnaire
data. All represent recommendations for any induction program.
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. Attention should be given to the different ways in which

beginning and mentor teachers perceive teaching, school. and
assistance.

. Mentors should have more time allocated in their assignments

to assist and support beginning teachers.

. Beginning teachers should have lighter teaching assignments

than veteran teachers so that they have time tc plan, reflect, and
leamn from veterans.

Care should be taken in assigning beginning teachers. so that
they do not get the toughest classes, the most difficult students.
and the most preparations.

Attention should be given to the personal and management
concems of beginners so that the best possibilities exist for
them to focus their full energy on the job of teaching.

Schools should have one mentor teacher in a coordinator role.
The coordinator’s job should be in part administrative (assign-
ing beginners to mentors, arranging meetings for concems
groups, communicating district policy. etc.). The coordinators
should also have responsibility for fostering and nurturing the
skills and the abilities of mentor teachers so that they effec-
tively assist beginners with higher-order teaching skills. espe-
cially in the second year.

The mentor and the novice teacher should be encouraged to
improve professional development planning—making plans
realistic, related to actual development, and sufficienitly defini-
tive to have genuine meaning for the novice.

More attention should be given to the kind of climate a school
provides for the induction of new teachers.

Steps should be taken to build an awareness on the part of a
total faculty about their role in assisting and supporting begin-
ning teachers.

20



Appendix A, Part 1

Questionnaire for Mentor Teachers

Please indicate what you think about the foliowing items in terms of what actually has happened with your ICT
during your first or second year of mentoring. Then indicate what you think should happen with beginning teachers.
Finally. indicate the importance you attach to euch item.

The numbers alongside each item have the following meanings:

1 = never or hardly ever
2 = sometimes

3 = frequently
4 = always or almost always

Please circle the number in each column that reflects your opinion.

I have enough time to work with my ICT.
I confer with my ICT.
My ICT is interested in my assistance.
I make—
formal observations of my ICT.
informal observations of my ICT.
[ visit my ICT's classroom.
I consult with my ICT on—
discipline.
classroom management.
school routines.
the content being taught,

changing the way teachers and students
work together.

finding materials.
selecting matenials,
making materials.
developing curriculum.
skills in questioning.

cooperative leaming.

What Is

1

1

1

234
234

234

234
234

234

234
234
234

234

234
234
234
234
234
234

234

What Should Be
1234

1234

1234

1234

1234

1234
1234
1234
1234

1234

1 = of little importance
10 = exceedingly important

Importance
12345678910

12345678910

12345678910

12345678910
12345678910

12345678910

12345678910
12345678910
12345678910

12345678910

12345678910
12345678910
12345678910
12345678910
12345678910
12345678910

12345678910
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personal concerns.

I support my ICT in—

maintaining his or her well-being.
fostering self-evaluation.

increasing student self-direction and
decision making.

individualizing instruction.

finding effective ways to group students

for leaming,.

I help my ICT understand—

the community.

the goals of school.

different cultures, races, axi life-styles.

democratic values as they apply in school.

instructional theory and research.

different dialects and language usage.

the issues in promotion and retention.

the initial centification program.
managing time.
school policy.

school district policy.

[ assist my ICT with—

identifying student needs.
identifying student interests.
motivating students.

teaching basic skills.

planning lessons to achieve measurable

leaming outcomes.

What Is
1234

1234

1234

11234

1234

1234

1234

1234

—
9

34

—
-2

34

1234

1234

1234

1234

1234
1234
1234

1234

1234

K

Questionnaire for Mentor Teachers

What Sbould Be Importance
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
1234 12345678910
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Questionnaire for Mentor Teachers

working with the high-risk child.
working with exceptional children.
developing critical thinking.
employing democratic values.
fostering problem solving.

helping students help each other.
developing homework assignments.
evaluating student leaming.
designing teacher-made tests.
interpreting standardized test scores.
reporting student achievemenl.

communicating with parents.

relating local issues to the cumiculum.

planning professional development.
I challenge my ICT to—

be an active listener.

employ positive reinforcement.

analyze his or her teaching.

reflect on teaching.

encourage original expression.

evaluate his or her teaching.

us¢ technology.

use computers.

develop leaming centers.

document student leaming.

stay current professionally.

promote equal opportunity.

What [s
1234

—
(2]

34

—
2

34
1234
1234
1234
1234
1234

1234

[,
(2]

34
1234
1234

1234

1234
1234
1234
1234
1234
1234
1234

1234

[
[ =]

34
1234
1234

1234

What Should Be

1

1

)
e

2

[ 35

t9

[ 35

e

[ 35

[ 35

J

[ ]

[ ]

[3¥]

34
34
34

34

tod
&

Importance
12345678910

12345678910
12345678910
12345678910
12345678910
12345678910
12345678910
12345678910
12345678910
12345678910
12345678910
12345678910
12345678910

12345678910

12345678910
12345678910
12345678910
12345678910
12345678910
12345678910
12345678910
12345678910
12345678910
12345678910
12345678910

12345678910
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20 Questionnaire for Mentor Teachers

What Is What Should Be Importance

I encourage ICT reflection through-—

conferences. 1234 1234 12345678910

journal writing. 1234 1234 12345678910

audiotaping. 1234 1234 12345678910

videotaping. 1234 1234 12345678910
[ have been able to use the knowledge and

techniques learned in mentor training. 1234 1234 12345678910
I do demonstration teaching. 1234 1234 12345678910
I use developmental theory in my work

with my ICT. 1234 1234 12345678910
I use the research of Bruce Joyce in my

work with my ICT. 1234 1234 12345678910
I vary the amount of structure employed

in working with my ICT. 1234 1234 12345678910

Please circle, check, or fill in blanks in the following as appropriate.
Mentoring second-year teachers requires (more or less) time than mentoring first-year teachers,

Teachers in my school (recognize or do not recognize) the value of assisting beginning teachers.

My ICT and I meet—
before school between classes during planning or free periods during lunch
after school in the evening on Saturdays other times (indicate)

I have completed— the State Departraent’s mentor training one semester of mentor training

the two-semester mentor training (including a guided practicum)

I have been a mentor for years.

1 have mentored ____ ICTs.

In my mentor load I have been assigned—  one ICTatatime ___  more than one ICTatatime _____
I receive extra pay for mentoring. Yes ___  No__  Amount

1 am allocated time in my teaching load for mentoring. Yes __  No___  How much time?

I have professional responsibilities other than mentoring and teaching. Yes__ No ___
Please indicate other responsibilities

My total professional load is (minimal. moderate, or excessive).

I teach in the school district,

o
-




Appendix A, Part 2
Questionnaire for Beginning Teachers

Please indicate what you think about the following items in terms of what actually has happened during your first or
second year of teaching. Then indicate what you think should happen with beginning teachers. Finally, indicate the

importance you attach to each item.

The numbers alongside each item have the following meanings:

1 = never or handly ever

2 = sometimes

3 = frequently

4 = always or almost always

Please circle the number in each column that reflects your opinion.

What Is

I have had adequate time to plan, 1234
My mentor provided assistance with

classroom management. 1234
My mentor provided help with instructional

concems, 1234
My mentor provided assistance with

personal concemns. 1234
[ received help from the district office on

salary and certification questions. 1234
My mentor was in my classroom. 1234
I was receptive to criticism. 1234
Feedback from classroom observations

was helpful. 1234
My teaching assignment was realistic for

a beginner. 1234
I discussed all aspects of teaching with my

mentor. 1234
My mentor helped me keep current

professionally, 1234
I had opportunities 1o talk with other

novice teachers. 1234
I got help from colleagues. 1234
[ sought feedback from students. 1234
There was time to reflect on my teaching. 1234

What Should Be

1

LY
3

234

234

234

2314

234
234

234

234

234

234

34

234
234
234

234

1 = of little importance
10 = exceedingly important

Importance
12345678910

12345678910

12345678910

12345678910

12345678910
12345678910

12345678910

12345678910

12345678910

12345678910

12345678910

12345678910
12345678910
12345678910

12345678910
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I got adequate clerical support.
[ found satisfaction in teaching.

Professional development opportunities were
provided.

I have been helped to develop my own
teaching style.

I followed the textbook in my teaching.

I have been helped to develop a repertoire of
tcaching strategies.

I felt a part of the school community.
Teaching included mundane duties.

The materials [ needed for teaching were
available.

I got help and encouragement from my
[ was assessed by administration on the

Teacher Performance Appraisal
Instrument.

The climate in our school supported a good
leaming environment for students.

The climate in our school supported a good
leaming environment for me as a
beginning teacher.

I have thought that I would have liked to
have becn involved in the selection of
my mentor.

I had opportunities to visit and observe
exemplary teachers,

I had opportunities (o read and to review
educational research and theory with
my mentor.

My mentor is empathic.

My mentor can describe teaching concepts
ir a way that is understandable.

My mentor has acted on my behalf.

—
3

—
b2

34

34

34
34

34

34

34

34

34

34

34

34

34

34

34

Questionnairs for Beginning Teachers

What Should Be
1234

1234

1234

v
(0]

34

—
tJ

34

1234

Importance
12345678910
12345678910

12345678910

12345678910

12345678910

12345678910
12345678910

12345678910

12345678910

12345678910

12345678910

12345678910

12345678910

12345678910

12345678910

12345678910

12345678910

12345678910

12345678910



Questicnnaire for Beginning Teachers

What Is
[ participated in decisions on school policy. 1234
Teaching was what I thought it would be. 1234

I think I will be teaching five years fromnow. 123 4
I felt pressured to teach in certain ways. 1234

We used technology 1o great advantage in
our school. 1234

There were opportunities to exchan,  feas

with colleagues. 12314
Students were responsive {0 the way 1 taught. 1234
Motivating students was very difficult. 1234

Classroom management was a problemforme. 12 3 4

I communicated with parents. 1234
Our * »nol functioned in an efficient and

productive manner. 1234
The rules and requirements in our school

were reasonable. 1234

Please circle or fill in blanks in the following as appropriate.

This is my (first, second) year teaching.

I teach in the scheol district,

1 teach the following subjects at the grades indicated.
Subject grade
Subject grade _
Subject grade
Subject grade

What Should Be

1

1

213

23

L% ]
tad

23

23

23

23

(]

3

4

4

4

Impcrtance
12345678910

12345678910
12345678910

12345678910

12345678910

12345678910
12345678910
12345678910
12345678910

12345678910

12345678910

12345678910

23

Please indicate the length of your teaching day. i.e., from when it started until the end of the last class. ___

The number of hours [ taught each day was

The number of classes I taught each day was

The number of students 1 taught eachday was

The extracurricular activities for which I had responsibility were:




